Since the successive introduction of "learning field" oriented curricula in Germany, teaching at vocational schools as part of the dual system has been based on concrete actions. The underlying curricula describe business-oriented learning fields. The translating of these learning fields into pedagogical learning situations is the responsibility of the vocational curriculum conferences at the individual vocational school level, whereby con-siderable leeway is afforded them in these activities. This means that, despite there being an identical curricular basis, it is possible for individual schools to apply heterogeneous content emphases within the education programmes for commercial vocations. This study examines the correlation between such heterogeneous content with regard to the subject of economics and the person characteristics of the relevant teachers. Design/Methodology/Approach: In order to determine the individual significance of eco-nomics curricula as part of the education programme for commercial occupations on a learning field basis, an online survey was conducted among commerce teachers. Descriptive statements about the significance of topics of content are generated with the help of the relevance ratings provided by the respondent teachers. Results: The findings for the correlations indicate a relationship between the relevance of economics content and individual experience of teaching staff with regard to that particular academic discipline, because a high relevance rating correlates with individual tangencies within the teacher's educational biography Conclusion: The shifting of lesson content design onto the individual vocational schools has resulted in human resource determinant factors coming into force. Apart from a (fully desira-ble) heterogeneity of content, these factors have also led to a decrease of economics content.
Introduction: Current Situation
In Germany, the curricular foundations for vocational schools are elaborated centrally by the Standing Conference of the Ministers of Education and Cultural Affairs of the Länder (KMK), hereafter "Standing Conference", but on account of that country's federalist educational structure, the curricula are implemented by the individual federal states (Länder). Up to the mid-1990s, all curricula were structured according to academic subjects, so that teaching was conducted in conventional, subject-focussed lessons. But since 1996, the Standing Conference's structural guidelines for curricula have been replaced by action oriented framework curricula and implemented in the
Learning field no. 8: Analyzing an Annual Financial Statement Year 2 of Education Programme Standard duration: 80 lessons
Goal formulation: Students work on an annual financial statement and make assessment decisions under consideration of corporate interests and current accounting provisions. They prepare the statements, determine factors to assess companies and draw conclusions for company policy. They also analyze the statement from the view point of an external observer. Students select appropriate media for their work, present their results and give reasons for their decisions.
Content:
Valuation approaches for assets and for debts according to commercial law and fiscal law, acquisition costs and production costs. Valuation principles -prudence principle, shareholder principle Open reserves and undisclosed reserves Factors of asset structure and capital structure, liquidity, equity to fixed assets ratio, profitability Cash flow Means of presentation Table 1 : How a learning field is structured as exemplified by learning field No. 8 of the vocational education programme for Industriekaufmann/Industriekauffrau (Industrial Office Clerk).
meantime by the individual Länder (cf. Reetz/Seyd 2006 p. 227) . In this paper, we focus on vocational school curricula for commercial occupations that require education/ training in Germany. The redesigning of the curricula was undertaken in a step-by-step way over the years and was completed in 2013. Thus, all currently relevant curricula for vocational schools have a "learning field" oriented structure (cf. Standing Conference of the Ministers of Education and Cultural Affairs of the federal states, 2013).
How Learning Field Based Curricula Are Structured
The newly designed curricula for vocational teaching are based on vocational learning fields, which themselves have been derived from vocational "action fields".
"Learning fields are didactically prepared fields of activity. They are competency-based and indicate what a learner should actually be able to do in a vocational action field after having completed a learning field. This is expressed in the form of a goal formulation" (Sloane, 2003, p. 4. 1 , cf. also Standing Conference of the Ministers of Education and Cultural Affairs of the federal states, 2011, p. 10ff.).
In a work context, systematically organized subject-specific knowledge is not usually called for, whereas specialized competencies relevant to a particular occupation are. 2 The curricular goal is now that of depicting vocational actions within the relevant curricula (cf. Mathes 2011, p. 374; Czycholl/Ebner 2006, p. 45) . This means that the systematic handling of academic subjects is neglected. Knowledge and action comprise in equal measures the determinants of curricular content implementation (cf. Fischer/Seeber 2014, p. 10f.; Wilbers 2014 , p. 62 ff.: Nickolaus 2014 Nickolaus 2011 , p. 159f.: Czycholl/Ebner 2006 , p. 44ff.: Reetz/Seyd 2006 Straka 2006, p. 151f.) ; "Action competency is perceived to be the willingness and the ability of individuals to conduct themselves in professional, societal and private situations in an appropriate and individually and socially responsible manner". In all curricula, the learning fields are identically broken down into the items "Goal Formulation" and "Contents", as exemplified by learning field no. vocational school level, it is the task of the school to translate the action oriented guidelines into pedagogical learning situations. Content emphases may -and indeed should -vary, depending on the occupation being trained for (cf. Straßer 2013, p. 497ff.) . Thus, different content emphases can be placed within identical education programmes. Owing to Germany having a "dual" vocational education system, the impacts of this aspect go beyond the domain of the vocational schools and extend into the occupational human resource development of real companies, since curricularly implemented content may be heterogeneously distributed amongst a company's human capital. The objective of this study is, then, to examine the influence that person characteristics related to the teaching of economics have on the relevance attributed to economics content. These person characteristics come into effective play within the scope of the leeway that is present in the learning situation structure. In this context, professional teaching experience and studying business and economics as part of a teaching degree serve as person characteristics, both of them producing differentiated results with regard to economics curricula.
Economics in the Framework of Action Oriented Curricula for Commercial Vocational Education
The reason for limiting this analysis to economics content areas stems from the classification of economics content into education-theoretical categories. The topic of economics teaching has -similarly to many of its related content fields -a bipolar nature ranging from aspects of general education with regard to an individual's own lifestyle 4 across to vocational or career-related education in the context of commercial vocational profiles (cf. German Federal Ministry of Education and Research, 2005, §1, Para. 3) . 5 There is a direct relevance between economics and commercial vocational education, but only a limited action oriented relevance for individual occupations, whereby the degree of intensity varies between the different occupational profiles as well as within a particular occupational profile. Prior to the introduction of learning field based curricula, there was an autonomous discipline of "economics" with its own specific subject curriculum that ranged across the various education programmes. The current learning field oriented curricula have resulted in an integrative implementation of economics-related content within the framework of the subject "economic and social processes" (or "general economics" in the vocational education programme for bank clerks (Bankkauffrau/ Bankkaufmann), cf. German Ministry of Education, 2004, p. 10). Thus, no homogeneous foundations exist between the commercial vocational programmes; on the contrary, these vary according to the individual occupational profiles, so it can be assumed that economics content is subject to heterogeneous implementation. 6 The heterogeneous curricular foundations for economics-related content fields that have emerged over time enable an observation of both structural and content-related changes within the educational canon for commercial vocational education that have resulted from the implementation of the learning field approach. At the same time, content emphases can be derived from action oriented content within action oriented learning fields.
Methodology of the Analysis
To date, questions pertaining to the content variance of learning field structured vocational education programmes have rarely been systematically addressed. In the following, the curricular leeway afforded to the vocational curricula conferences and the teachers provides the starting point for researching the impacts stemming from the implementation of learning field oriented curricula on the relevance of the subject "economics".
Generation of Hypotheses
Theory-based paradigms for developing professional expertise promote stepwise models which link competency growth to factors in a teacher's own educational biography and incorporate both of them into individual development 1 4 Within the framework of the discussed concept of economics education, this is also a key task of any vocation-al school. Cf. Korunka/Frank 2005, p. 25f.; Loerwald/Schröder 2011, p. 9ff.; Retzmann 2011, p. 15ff.; May 2011, p. 3ff.; Tramm/Seeber 2006, p. 274f. 5 The relationship between the concepts of "commercial education" and "economics education" is described by Fischer/Seeber, who state that there is interaction between the two. Whereas "economics" does not represent reality, strictly speaking, but constructs models of reality, commercial education is related to situational learning (Fischer/Seeber 2014, p. 5) . 6 Economics content is thus, on account of the introduction of learning field based curricula, affected at a con-tent-related level (vocational action orientation) and at a structural level (integration into the subject "economic and social processes"). stages (cf. Schönknecht 2005, p. 2ff.) .
7 Different levels of experience as a determinant of teaching practice have been subject to premise-derived questions in earlier research. For instance, Götzl et al. (2013, p. 12) examined the significance of professional experience for organizational teaching factors by observing selected social forms, lessons and real learning time in relation to professional experience.
Another analysis looked at whether there are differences in the way students perceive a lesson in relation to the professional experience of a teacher (cf. Berliner 1992, p. 227 ff.) or whether the professional experience of a teacher has an impact on the learning success of the student being taught. However, no significant correlations were found (cf. Lipowsky 2006, p. 54) , so that "the professional experience of a teacher plays a somewhat minor role with regard to the learning success of a student and is difficult to interpret as an independent variable" 8 (Lipowsky 2006, p. 54) . Different professional experience levels have already been examined in relation to organizational characteristics of teaching, but personal attitudes about subject-related content dependent on teaching experience have not to date been examined (cf. Götzl et al. 2013, p. 12 f.) . 9 Within the framework of the autonomous subject "economics", there are differences in the educational biographies of the relevant teachers, which become evident in the designing of their own lessons. The earlier existence of the academic subject "economics" and the corresponding curricula before the introduction in Germany of the learning field based approach, means that more experienced teachers actually taught the subject of economics in vocational schools, whilst their younger colleagues do not have the same experience.
Under model-theoretic premises, this signifies that structural differences flow into potential model stages and make a noticeable impact on the relevance rating. In the present case being examined here, the assumption was that a teacher's own experience of teaching "economics" as an autonomous subject could have an impact on the implemented content of the learning fields. Thus, the following Hypothesis 1 was derived:
Hypothesis 1: "Teachers with teaching experience in the autonomous subject of "economics" attribute a higher relevance to the corresponding content also in the learning field approach than do their colleagues who do not have such experience".
Theoretical models for developing pedagogical professional knowledge describe its development in dependency on problem solving processes. Whilst Bereiter/Scardamalia (2007) focus on cognitive resources being released when problem-solving processes are repeated -which may then be used for future tasks of more complexity, Ericsson/ Charness (1994) use the non-intrinsic goal of individual performance enhancement to help to explain the growth of professional knowledge (following Brunner/Kunter/ Krauss et al. 2006, p. 526) . What both approaches share in common is the assumption that experience data alone do not suffice to explain domain-specific professional knowledge, and that cognitive and motivational resources must be appropriately used (cf. Brunner/Kunter/ Krauss et al. 2006, p. 526) .
Translated into structures of economics teaching, one can assume that potential differences in relevance may be a result of different learning opportunities, which arise particularly during teacher training programmes at university. In this context, research has to date not brought forth any clear-cut findings with regard to a correlation between the discipline-related educational level of teachers and their teaching performance. As there are differences related to the observed discipline being taught 10 , this analysis will examine potential correlations between different preparatory training structures for teaching economics and current topic-related relevance measuring.
Those teachers who have taken a teaching degree specializing in business and economics are grouped together. In a teaching degree programme that specializes in business and economics, economics content is relevant for the examinations, so that we can assume that teachers who have taken such a degree will have had experience of economics content during their training. We contrast this group with a group of teachers who did not have components of business and economics in their teaching degree programme, teachers who were trained in disciplines other than business and economics and teachers who entered the profession by an alternate route. Analogously to the hypothesis on relevance observation, we have derived a second hypothesis: 
Methodological Approach
In order to determine the individual significance of economics curricula as part of the education programme for commercial occupations on a learning field basis, an online survey was conducted among commerce teachers. All participants were male and female teachers who had been teaching at vocational schools of commerce in the German federal state of North Rhine Westphalia in the summer of 2014. All of them were teaching in programmes for selected commercial occupations as part of Germany's dual system of company training and vocational education. Consonant with a circular order issued by the German Ministry of Education (cf. German Ministry of Education 1996), the heads of all those vocational schools in North Rhine Westphalia which catered for the relevant commercial occupations were contacted, rather than the teachers themselves. The heads were requested to inform the relevant teachers about the opportunity to participate in the study.
No further selection of teaching staff was implemented, so that all of those teachers in the relative education programmes could be taken into consideration. The selection of occupations taught was determined by factors regarding the number of new training/apprenticeship contracts drawn up in the previous year.
11 Using a 6-point scale, teachers were required to rate the teaching relevance of individual economics-related items. In accordance with a 5-point Likert scale, respondents could choose from "strongly disagree" across to "strongly agree".
A 6 th point was added in case a certain content area was not an integral part of the teaching programme. Between 0 and 5 points were allocated (starting with "topic not dealt with" and moving up to "high relevance"). 12 The items were selected according to the content guidelines for the learning fields. To take account of individual teaching implementation, these were broken down into various content areas, as exemplified in table 2.
The curricularly specified content areas were taken unmodified from economics-oriented learning fields and serve as a topical point of reference. 13 Owing to their low degree of abstraction, the topic areas were broken down further into more specific areas (see the five exemplified ones in table 2). These then serve as items to be evaluated by the survey participants, which means that it is possible to quantify different content accentuations within roughly structured content specifications as well as the content area within the whole learning field (via cumulation). Thus, each point within the curricular goal formulation forms the framework for further specifications of content, the relevance of which was to be rated by respondents. The whole survey questionnaire is structured analogously to this.
Descriptive statements about the significance of topics of content are generated with the help of the relevance ratings provided by the respondent teachers. It is possible to observe economics-related learning fields in the context of the entire curriculum for a particular occupation as well as individual topics in specific learning fields.
14 By surveying personal characteristics, determinant factors are derived, which influence the translating of learning field based guidelines into individual learning situations and thus impact on the relevance of economic content in lessons. The focus in the evaluation is on different tangencies between current teachers with regard to their educational biographies and their current economics relevancy ratings.
Selected Findings
In order to examine a potential impact of teachers' experience on the relevance of economics content (Hypothesis 1), the analysis included participants with up to 20 years of teaching experience, and over 20 years of experience, so that only the latter group of respondents can have actually ever taught economics as an autonomous subject. 15 A mean comparison of both groups showed a significant difference with regard to the status accorded to intervocational teaching of economics: 16 1 11 Teachers were addressed who taught in vocational education programmes for the occupations of Automo-bilkauffrau/-mann ("automobile salesperson"), Bankkauffrau/-mann ("bank clerk"), Kauffrau/-mann im Einzel-handel ("retail trade salesperson"), Kauffrau/-mann im Groß-und Außenhandel ("wholesale and foreign trade salesperson"), Immobilienkauffrau/-mann ("real estate agent"), Industriekauffrau/-mann" ("industrial clerk"), Speditionskauffrau/-mann ("forwarding/shipping agent"), Versicherungskauffrau/-mann ("insurance agent"). 12 The constant rating scale, according to which participants can give their estimations, enables the comparison across several education programmes, independent of their individual learning field structures. 13 The topic area shown in table 2, "Price formation in perfect and imperfect markets" has been taken unchanged from learning field no. 6 in the vocational education programme for Bankkauffrau/-mann (bank clerk). 14 As the autonomous subject "economics" was implemented without differentiation between the different com-mercial vocations prior to the learning field approach, we do not differentiate here either at this point 15 The grouping according to 20 years of teaching experience is determined by the introductory date in Germany of learning field based curricula. 16 The mean values shown incorporate all of the examined mean values as well as all the items covered. A further breaking down into individual items with regard to content would not enable a comparison between all of the examined education programmes, because on account of vocational action orientation principles, individual topics are not implemented consistently throughout the curricula for specific programmes. A particular topic cannot be examined in all of the education programmes because, owing to the heterogeneity of content, no uniform reference basis exists despite the economics subject matter not being primarily occupation-specific. Moreover, with the help of total mean values, the study takes account of quantitative differences between the learning fields.
What relevance status do the following economics-related topics have in your teaching concept for the vocational education of bank clerks?
(question 2/15) Please estimate the relevance of the economics-related topics for the vocational education of bank clerks Topic area: Price formation in perfect and imperfect markets (LF6) Price formation in different market forms (monopolistic, polypolistic, oligopolistic markets) Table 4 ). The test group with at least 20 years of teaching experience rates the relevance of economics content moderately (MV=3.1). In contrast, the test group with less than 20 years' experience is lower (MV=2.7). For the group of more experienced teachers, we see lower variances (n=45; Var.=.493) than for their younger colleagues (n=94, Var.=.722), showing that the relevance status is more homogenous the more experienced a teacher is. A comparison of the average rating per person reveals that about half of the more experienced teachers regard the relevance of economics content to be moderately important (rounded values: 55.56%), whilst only 42.55% of their younger colleagues gave it that particular rating.
Whereas on average almost a third (32.98%) of the younger teachers accord economics content a lower relevance ("Low relevance" = 3.19%; "Somewhat low relevance" = 29.78%), the corresponding group of more experienced teachers is only half as large at 15.55% ("Low relevance" = 4.44%; "Somewhat low relevance" =11.11%). The significantly higher rating of an average of 0.4 points supports the assumption that the individual relevance accorded to economics-related topics increases if a teacher has actually taught economics as an autonomous subject. Clearly, a teacher's own experience of teaching the subject of economics influences his or her rating of the relevance of economics content.
A mean comparison to test the impact of having studied business and economics as part of a teaching degree programme on the rating of the relevance of economics content (Hypothesis 2) provides evidence for a differentiated relevance rating for economics content:
With homogeneity of variance (Levene's test: F= .942; Sig.=,333), there is a highly significant rating difference of 0.8 for those teachers who have studied economics themselves (Table 5 ). The mean equality of both test groups supports the assumption. Whereas for those teachers who had studied business and economics (n=108; Var.=.53) we have an average value of 3.0, those teachers without a business and economics background the mean is 2.2 (n=30; Var.=.69). A comparison of the average rating given by an individual shows that 51.54% of those teachers with a business and economics academic background rate the relevance of economic content moderately, whereby only 20.0% of those teachers with no economics background did likewise. This specific test group frequently gave lower relevance ratings (69,97%; Low relevance =6.67%; Somewhat low relevance = 63.33%). In contrast, the more experienced colleagues gave lower relevance ratings of 18.69% (Low relevance =2.80%; Somewhat low relevance =15.89%). Thus, the assumption is supported that acceptance of economics content is more likely to be found among teachers who personally had experience of economics during their teaching degree programme.
Findings and Deliberations
The fact that the Standing Conference -with the help of subject-related learning fields -delegates the designing of curricula in a top-down process to the individual vocational schools in Germany implies that the vocational schools now have a broadened spectrum of tasks and areas of responsibility as well as more leeway in the framework of context factors for teaching (e.g. materials, equipment, specifications for the final Chamber of Industry and Commerce examination).
Whereas some years ago, the autonomous subject "economics" fulfilled a sort of "safety function" in the framework of curricula for commercial vocational education programmes, economics content in teaching is now subject to human resource determinants. With regard to human resource development, the findings of this study imply heterogeneous competence structures on the part of vocational school students. In particular, the implementa- Table 4 : T-Test for mean value equality tion of economics models is made more difficult by the insistence on action oriented teaching structures -potentially resulting in an unwitting implementation of "second-class content" within a framework of career furtherance endeavours. The personal relevance assessments by the teachers provide a measure of the assessed value of economics content in teaching for commercial occupations. The goal of the Standing Conference, i.e. to achieve action oriented teaching on the basis of a minimum curricular standard involves an increased activity orientation focussed on vocation-specific content and leads to economics content being embedded in integrated learning field and subject-related curricula. The relatively low relevance accorded to economics topics within the framework of the whole analysis provides evidence for a practical oriented loss of "prestige" of economics among teaching staff, which implies a theory-practice gap.
The findings for both correlations indicate a relationship between the relevance of economics content and individual experience of teaching staff with regard to that particular academic discipline, because a high relevance rating correlates with individual tangencies within the teacher's educational biography. In both evaluations, the more experienced group of teachers accords the individual subject-related contents significantly more relevance than does the respective comparison group, so that a teaching degree that incorporated business and economics results in a significantly more highly rated relevance than a teaching degree with other specializations but, however, does not produce noticeably higher ratings for the whole rating measurement. Also with regard to professional experience, there are significantly higher relevance ratings from the more experienced group than for the less experienced group, but no higher rating over the whole rating measurement.
A limitation of the findings of this study is that they only reflect the views of individual persons. Thus, processes that influence consensus finding within a vocational curriculum conference are not depicted. However, it is possible to derive tendencies regarding the handling of vocational curriculum conference results for the teaching of economics. Also, it must be taken into consideration that the reference basis of the survey is not oriented towards the implemented vocational school subject of economics, so that the findings here hold for the subject area of economics rather than for the curricularly specified subject "economic and social processes".
The shifting of lesson content design onto the individual vocational schools in the sense of a "human resource development" approach has resulted in human resource determinant factors coming into force. Apart from a (fully desirable) heterogeneity of content, these factors have also led to a decrease of economics content. The low relevance ratings suggest a practical orientation in line with minimum standards for content, so that the new curriculum structure is tantamount to a quantitative and qualitative decrease in the economics content. However, on account of the scale of measurement applied here, factorial intensity cannot be captured.
Apart from the desired and intended practical orientation, action oriented curricular design is having a side effect: teaching content is, some cases, changing. As a curricular starting point, the reference discipline is losing its significance to the benefit of a situative orientation, whereby both groups in this analysis are being affected by this transformation. On the level of individual teachers, lower relevance is accorded to economics content by those teachers whose teaching degree did not incorporate economics. As the "pro" economics teachers stem from the more experienced group, the demographic change will lead to those teachers who experienced the teaching of the autonomous subject "economics" exiting from the profession. Therefore, it is not likely that a qualitative enhancement of economics content in teaching will occur under the present framework conditions. For the trainees/apprentices, an action-oriented teaching concept goes hand in hand with a decrease in economics content in their vocational education programs. The influence of potential examination con- Table 5 : Group ratings differentiated according to whether teachers studied business and economics as part of their teaching degree 
